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Abstract 
Teachers’ professional conversations regarding the qualities evidenced in student work 
provide opportunities to develop a shared understanding of achievement standards.  This 
research investigates social moderation conducted in a synchronous online mode as a specific 
form of professional conversation. The discussion considers the different factors that 
influenced these conversations which included the technologic medium of the meeting. The 
focus of the discussion is how participation in online moderation can support teachers to 
develop an assessment identity as one who works within a standards-based assessment system. 
Qualitative data were gathered from middle school teachers from different year levels, in 
different curriculum areas, in diverse geographic locations, and in a range of sociocultural 
contexts within Queensland, Australia. Analysis of the data through a sociocultural lens of 
becoming (Lave and Wenger 1991) suggests that participation in online moderation, while 
challenging for teachers can also provide opportunities to construct and to negotiate an 
identity as an assessor of student work.   
Key words 
Moderation; professional judgement; standards-based assessment; teacher identity; 
sociocultural theories of learning 
Introduction 
International debate surrounding school-based assessments versus standardised 
examinations have been well documented within this journal (e.g., MacCann and Stanley 
2010; Collins, Reiss and Stobart 2010; Wyatt-Smith, Klenowski and Gunn 2010). Issues 
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raised in these articles are drawn together here by considering teacher-marked assessment of 
common assessment tasks as this is experienced by middle-school teachers involved in a new 
assessment context. The research examines teacher participation in the practice of standards-
based assessment as the teachers discuss and negotiate judgements made on student 
assessment tasks in the context of synchronous online moderation. The online medium 
provided an opportunity for teachers from diverse locations to gather. The connectivity of the 
meeting and the mediation of the online context as participants negotiated between the 
intended policy and their enacted practice were found to be important factors in the 
development of an assessor identity in the practice of standards-based assessment. The 
discussion focuses on the conflicts and uncertainties surrounding what it means to be a 
teacher in a new assessment context through a sociocultural lens of becoming (Lave and 
Wenger 1991).  
 
Context 
International debate regarding school-based assessment versus standardised 
examinations has been ongoing over the past two decades (Baird 2010). In a recent study, 
Collins, Reiss and Stobart (2010) found that even when education systems abolished 
standardised testing regimes, teacher practice was difficult to change and reliance was still 
placed on past papers for evidence of student learning. Furthermore, MacCann and Stanley 
(2010) found only a modest improvement in the reliability of school-based assessments 
compared with examination scores. Nevertheless, some education systems, such as those in 
England, are paying increasing attention to teacher-designed assessment based on 
achievement standards. 
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In her editorial of an issue of this journal, Joanne Baird (2010, 1) noted the emergence 
of common themes in research findings regarding the ‘obstacles to good teacher assessment’. 
The alignment of diagnostic assessments with socially-constructed and shifting theories of 
learning was highlighted as a formidable challenge to empirically informed teaching 
practices. For instance, Leighton, Gokiert, Cor and Heffernan (2010, 12) found that 
secondary teachers believed that classroom assessments rather than large-scale tests produced 
more information about student learning, but the authors suggest that such assessments could 
not support ‘cognitive diagnostic inferences about students’. To produce such valid and 
reliable assessments, teacher assessment literacy would need to be improved to include the 
design of process, in contrast to product assessment, and knowledge of how results can be 
used to inform teaching/learning practices.  
Focusing on Queensland, Australia, Wyatt-Smith, Klenowski and Gunn (2010) have 
reported on teacher judgement in the context of middle years, standards-based reform through 
an Australian Research Council (ARC) Linkage project. This qualitative study investigated 
teacher judgement-making on common assessment tasks that were designed to test different 
levels of student thinking, that is, process as well as product assessment. One assumption of 
the Wyatt-Smith et al. project was that moderation meetings provide opportunities for 
teachers to examine and expose the understandings informing their judgement decisions. The 
authors make particular reference to face-to-face and technologically-mediated modes of 
moderation as a way to promote consistency in teacher judgements based on stated 
achievement standards.  
Data gathered from the online moderation meetings that were a part of the Wyatt-
Smith, et al. ARC Project (2010) are now examined in this article to explore how the social 
process of online moderation mediated the renegotiation of teachers’ assessment identity. The 
research discussed in this paper draws on the current Queensland assessment context as one 
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example of a system-wide response to standards-referenced assessment. Between 2006 and 
2008, a new curriculum, assessment and reporting framework which focused on the middle 
years of schooling, and involved the establishment of essential learnings, defined standards 
and a common reporting system aiming to promote consistency of teacher judgement was 
trialled in cross-sectoral schools in Queensland (Queensland Department of Education and 
the Arts 2005). Standards-based assessment and moderation are new practices for middle-
school teachers in Queensland, despite the state’s long history of such practices in the senior 
years of schooling. As such, middle school teachers are being required to change their 
assessment practices within, at this stage, a limited conceptual basis for these changes. This 
shift in assessment context not only means the implementation of new assessment standards, 
but the navigation of social moderation practices that influence and support consistency in 
teacher judgement making, as evidenced in the Wyatt-Smith et al. (2010) article. 
In the online moderation meetings teachers interacted with previously unknown 
‘others’ to negotiate a shared meaning of achievement standards. The teachers were from 
diverse schools spread across the state, and often from different sectors (private, state, 
Catholic) of education. Yet, in a short space of time, the teachers needed to discuss and 
negotiate their judgement decisions, and query decisions made by others. There were many 
aspects related to the use of technology that impacted on the teachers’ participation in this 
practice. Aspects such as the lack of visual cues, the issue of electronically reproduced items, 
and teachers’ declared anxiety with the technology caused the teachers to engage or 
disengage with the moderation discussion to different degrees. For example, while the 
inability to see other participants meant that facial cues may be missed, it also meant that 
aspects related to appearance and dress may have less impact on the discussion. This article 
focuses on how the online context acted as a mediating device between the intended policy 
and the enacted practice of standards-based assessment. Sociocultural theories help to explain 
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the many aspects of which the technology was one that impacted on the moderation 
discussions and the teachers’ development of an identity within this assessment practice. 
A finding from the study indicated a relationship between teacher involvement in the 
online moderation discussions and their developing identity as an assessor in a standards-
based assessment system; but with the convergence of many other factors this is a tenuous 
relationship. In this article assessment identity is considered integral to judgement making. 
Notions of power linked to professional identity and recourse to a perception of self as an 
assessor (for example, a hard or an easy assessor) were found to be significant aspects 
brought to the online moderation discussion. While many of the aspects explored in this 
paper have significance for both face-to-face and online modes of moderation, it was found 
that moderation conducted online adds another dimension to the moderation practice that can 
mediate the development of an identity within standards-based assessment practices. The 
research design and theoretical framework are first described.  
Research design  
The discussion in this paper is based on an empirical study on the use of online 
moderation and uses a sociocultural theoretical framework to assist in understanding the 
contexts and issues that emerged from reviewing the different aspects of moderation practice 
evident in the data. A representative selection of data regarding teachers’ participation in 
online moderation meetings, collected from 2007 - 2009 is drawn from in this discussion. 
Qualitative data were gathered through ‘observations’ of the online moderation meetings, 
pre- and post-moderation interviews and a survey. Included in the study were 50 Queensland 
middle school teachers at different year levels (years 4, 5, 6 and 9), in different curriculum 
areas (English, Science and Mathematics), in diverse geographic locations, and in a range of 
sociocultural contexts.  
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Methods of grounded theory were used to analyse the data (Charmaz, 2006). This 
version of grounded theory views the researcher as involved in, and influencing the research 
context and understands the development of theory as an “interpretive portrayal of the studied 
world, not an exact picture of it” (Charmaz, 2006, p. 10). As such, the theoretical framework 
informed by sociocultural theories of learning was used to direct the gaze of the analysis but 
it did not provide pre-determined codes. Coding of the data commenced from the beginning 
of data collection, so that constant comparison of the data was an ongoing process. Data were 
coded and labelled according to the analytic sense that became apparent through immersion 
in the field and with the data. The focus of the analysis was on understanding the grounded 
theory question of “What is happening here?” in terms of the development of practice and 
identity within systems of standards-referenced assessment as this occurred through 
participation in online moderation. 
Teachers in this study met online to moderate student work using the WebEx© online 
meeting centre. WebEx© allows for audio, video and text to be incorporated in meetings 
through the sharing of documents, applications and desktops. Only the audio and text were 
available for this project. Teachers were invited to participate in the online moderation 
meeting through email and communicated during the meeting via telephone while interacting 
with the materials online. To participate in the online moderation session teachers needed to 
have access to a phone that was preferably hands-free and located close to their computer. 
Software features like the hands-up icon allowed participants the opportunity to contribute to 
the discussion. Participants met in real time to view or annotate student work samples using 
highlighters, text or pointers. 
The researcher acted as facilitator of these meetings, setting up the meetings and 
supporting teachers to use the technology but was not involved with the moderation of 
student work samples even though the moderation practice was new for the majority of 
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middle school teachers participating in the study. Each online meeting involved two to eight 
teachers from two to four schools discussing common assessment tasks. At times, a number 
of teachers from one school were clustered around one computer. It was evident in these 
instances that the teachers participating in groups sometimes conferred before one teacher 
contributed to the moderation discussion but such instances were uncommon and beyond the 
scope and focus of this paper. 
Table 1 is a summary of the data collected and lists the number of meetings that were 
run and the number of pre- and post-moderation interviews that were conducted. In addition 
to this data, six follow-up interviews were conducted in 2009. Pseudonyms are used for all 
participants. 
Table 1. Summary of data collected  
 2007 2008 Total 
Number of meetings run 4 7 11 
Number of pre-moderation interviews 9 11 20 
Number of post-moderation interviews 5 17 22 
 
Sociocultural theories of learning and the development of identity  
The theoretical lens used to analyse the interactions of the teachers involved in the 
moderation meetings provided a way to view and understand the complex relationships 
between the physical, social, cultural and historical aspects that converge when teachers meet 
to moderate online. Lave and Wenger (1991, 94) state that ‘the social relations of apprentices 
within a community change through their direct involvement in activities’. Through this 
direct involvement, learning occurs as evidenced in increased levels of knowledge and skill 
development. This understanding of learning through apprenticeship involves more than just 
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passive reception; learning involves participating in increasingly complex activities that are a 
part of a ‘practice’. In this article assessment, judgement-making and moderation are 
understood as ‘practices’.  
Lave and Wenger (1991) suggest that learning can be visualised as occurring along a 
trajectory such that participants are variously placed in terms of their experiences and 
capabilities to work in any given practice. However, this visualisation favours a two-
dimensional view of learning, and I propose that a more precise visualisation would be the 
placement of participants at different points in a multi-dimensional network that positions 
them in relation to a number of interconnected elements which includes aspects of power, and 
access to learning opportunities. A participant may have experience in one aspect of a 
practice but be a novice in another. This positioning or placement within the network affects 
the potential for learning new practices (Hall and Murphy, 2008).  
In this paper learning is understood as occurring by appropriation through 
participation. Developing shared meaning as the result of appropriation, has been described 
by Rogoff (1995, 142) as a process in which ‘individuals change through their involvement in 
one or another activity’, which then prepares them ‘for subsequent involvement in related 
activities’. In this dynamic and relational process, thoughts, ideas and practices, as personally 
interpreted, become negotiated practice through dialogue, to be reinterpreted within one’s 
own subjectivity.  
The place of dialogue in the learning process is a focus of this paper as it relates to the 
development of identity within the practice of standards-based assessment. There are many 
authors who relate the development of an identity with acts of communication that include 
self-talk (Sfard and Prusak 2005) and the sharing of personal stories (Holland et al. 1998). 
Penuel and Wertsch (1995, 91) suggest that ‘identity be conceived as a form of action that is 
first and foremost rhetorical, concerned with persuading others (and oneself) about who one 
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is and what one values to meet different purposes’. The influences on developing identity 
within a practice have been described by Holland et al (1998) through the concept of 
positional and narrative identities. People narrate their identities to others and themselves 
through their talk and their actions, but others also act to position them within the boundaries 
of a practice. In this article the role of discussion as it occurs in online moderation is 
considered in terms of its contribution to the development of an assessment identity. 
Developing an assessor identity through participation in an online moderation meeting 
Teachers participating in the online moderation meetings came with both shared and 
disparate experiences and identities. Teachers had a common history that included 
involvement in face-to-face moderation and assessing a common assessment task within a 
standards-based assessment system. Yet their different histories and sociocultural contexts 
influenced their interpretation of how to work within this system. It was apparent that 
teachers came to the moderation meetings with differing degrees of knowledge according to 
the resources they accessed, or chose to access, and how they engaged with these texts. These 
understandings were consequently confirmed or not through interactions with other teachers’ 
interpretations of the same texts and their successful expression of their own thoughts. At 
times the relationship between teachers and the texts caused a tension as different readings 
became apparent.  
Involvement in the online moderation with teachers from diverse locations around the 
state set up a context in which the teachers’ epistemic views of the teaching and assessment 
practices in which they were involved needed to be established. There were experiences from 
which the teachers drew to identify themselves and others as part of a common practice. In 
the meetings, the teachers shared teaching stories which had personal meaning but could also 
be interpreted by those who had had similar experiences. In the online moderation these 
interactions took on a greater significance as they acted to strengthen the connections 
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between participants who were not visible to each other, and who interacted within the 
practice for only the duration of this one meeting. In this online context, identity within this 
broader practice of teaching is vital to establish so that learning about the assessment practice 
gains legitimacy.   
The teachers stated in the pre- and post-moderation interviews that they entered the 
moderation meetings wanting to know how other teachers had judged student work, and how 
they handled difficult judgement decisions. The risk associated with exposing one’s practice 
was balanced for these teachers by their desire to gain expertise within this assessment 
practice. Though the teachers worked in different sectors of the education system and in 
different regions of the state, they were all newcomers to aspects of this assessment practice. 
The teachers’ conversations helped to establish them as ‘members of the same team’. As the 
moderation discussions continued, other interactions then either continued to strengthen these 
links or caused them to weaken or break.  
Connectivity and the increased interaction mediated by the technology 
The online moderation meeting provided an opportunity for teachers to develop a 
shared meaning of the multiple dimensions of a standards-based assessment system across 
diverse and disparate locations. For example, through the moderation discussion meanings 
were attached to the assessment tasks, to the standards, to the evidence, to a student’s 
response, to the technology, to assessment practices, to the moderation process, to the 
negotiation process, and to their roles as participants. Meaning-making occurred in part 
through the negotiation process of the moderation meeting, and in part through the teachers’ 
willingness to actively participate in this online practice. As Diana stated, 
Everyone was prepared, like everyone, you know. It was a choice, we chose to do that. We 
weren't forced or anything to do that, so everyone was willing to be there... We were all open 
to hearing other people – what other people thought. (Dianna, Follow-up interview, 2009)  
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Diana’s statement focussed on the teachers’ motivation to be involved in the online 
moderation process. She believed that one of the reasons for the success of the moderation 
meeting that she was involved in was that the teachers were willing participants who were 
seeking to make sense of this new assessment system through a negotiated process with 
others from different locations around the state.  
Involvement in the online moderation added another dimension to this notion of 
willingness as the teachers accepted the opportunity to negotiate their judgements with a 
diverse range of unseen participants and through an unfamiliar mode of participation. Dianna 
(Follow-up interview, 2009) stressed the importance of being ‘open-minded’ and of listening 
‘to what other people think’ instead of ‘thinking that you're always right’. Dianna believed 
that the use of these skills by all of the participants in the online moderation resulted in 
negotiation of judgement decisions. Everybody was given the opportunity to ‘explain 
why…that [assessment task] was to be given that mark’. The importance of the skills 
identified by Diana take on greater significance in the context of online moderation where the 
potential for diversity in interpretation and application of the standards is higher in view of 
the different regions and sectors of education that are involved.  
The two other teachers, who participated in this meeting, also identified the value of 
listening to the opinions of others and being open to receiving these opinions. Sue (Follow-up 
interview, 2009) stated that ‘it was very helpful…to listen to the way other teachers, 
especially teachers that you've never had any contact with before … interpret … the 
standards and, listen to what they saw as the evidence’. The result for Sue was that it led her 
to look at the evidence in a different way. As Sue stated, ‘Just to hear what they had to say 
seemed to shed a whole different light on what I thought I had seen previously’. Michelle 
(Follow-up interview, 2009) also stressed the need to be ‘open and honest’ to others’ 
opinions, while also focussing on the need to ‘leave your fears aside…and not be afraid of 
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speaking out’. Michelle believed that teachers’ inability to participate effectively in a 
moderation meeting was based on their ‘fear of being…personally judged’. Consequently, 
Michelle viewed the online moderation as a medium that facilitated ‘a means by which we 
can become better teachers’ through the professional commitment to openness and 
consideration of others’ opinions.  
The teachers’ statements related participation in an online mode of moderation to 
improving their skills as a teacher and an assessor. While face-to-face moderation also 
supported the development of professional skills, the unfamiliarity of the social and cultural 
context of the online moderation and the participants involved in this practice placed the 
teachers in a position where clear articulation and justification of their understandings were 
imperative. The comments made by the three teachers highlight the increased importance of 
interpersonal skills such as listening, explaining, acknowledging and adopting others’ 
perspectives in a context of deprivatising their work. These discursive practices supported the 
possibility of further negotiation and the development of shared meaning across diverse 
locations.  
It appears evident that a crucial element to developing a shared meaning of 
assessment standards is the teachers’ commitment to understanding the reasoning and 
justification for another teacher’s judgement process. In this online context there was an 
increased emphasis on the teachers carefully listening to follow the logic of justification and 
the interpretation of a standard. This commitment as enacted in the diverse social and cultural 
contexts of online moderation increased possibilities for the teachers to learn within this 
practice.  
Influence of the online context 
Relations of power, feelings of empowerment and individual agency are important 
elements in face-to-face moderation as they affect the level of participation and thus the 
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quality and nature of learning. The context of online moderation intensified some of these 
elements, while causing other elements to hold less significance. For example, in one 
meeting, a young teacher interacted only when invited and did not raise any disagreements 
with judgements made by others. Within this online context that involved audio and not 
visual interactions, this teacher was able to further position herself on the periphery of this 
practice. The limited comments made by this teacher were presented in a manner that could 
be viewed as supportive of any position. When asked if she agreed with the judgement made 
on a criterion, the teacher responded with ‘I think so. Probably, maybe, I would have to look 
at the spelling one again, maybe that would be the only one I might mark down a little’ 
(Online moderation meeting, Year 5 Writing, 2008).  
This teacher was hesitant to contribute to the meeting and was more involved with 
‘observing’ interactions and negotiations of the other teachers than directly participating. 
When invited to contribute she used a language of possibility rather than certainty. Her 
utterances were interspersed with noncommittal words and phrases such as, ‘I think so’, 
‘probably’, ‘maybe’, and ‘might’. Lave and Wenger (1991) believe that the skill to perform 
in a particular context develops through increasingly sophisticated opportunities to engage in 
the activities and knowledge of a community. For this young teacher, it could be anticipated 
(but not guaranteed) that future involvement in moderation practices, including online 
opportunities, may see her starting to share, justify and negotiate her judgement decisions 
based on her developing understanding of the standards. The question raised by this example 
is whether the online context was opportune for a young teacher new to the profession to 
commit to the moderation process. This question relates to how participation in online 
moderation may support the development of an assessment identity, and the ability to work 
within standards-based assessment practices.  
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There are several factors that relate to this young teacher’s hesitancy in critiquing the 
judgements made by others which relate to her ‘newcomer’ status in the teaching profession, 
and her perception of power within a group of old-timers (Lave and Wenger 1991). Being a 
newcomer to the teaching profession means that this young teacher has had limited 
opportunities to experience ways of talking about moderation and judgements in a standards-
based system. It is anticipated that as knowledge of standards develops, so too will the 
teacher’s competence in expressing this knowledge, and subsequently her identity as one who 
can meaningfully contribute to assessment discussions. For this young teacher perhaps a 
more conducive environment for her development within this practice would be a gradual 
introduction to the moderation process supported by a more experienced ‘expert’ that may 
eventually lead her to negotiation outside of her local social and cultural context through 
practices such as online moderation. 
This example has been used to illustrate how relations of power, feelings of 
empowerment and individual agency can affect participation in an online moderation 
meeting. The intention is not to suggest that newcomers should be excluded from 
participation in online moderation as examples from other meetings illustrate high levels of 
engagement in the negotiation of judgement decisions from some of the teachers new to the 
profession. Sociocultural theories of learning highlight the multiple factors influencing 
participation in a practice. While the newcomer status may inhibit some teachers from 
participation in the moderation discussion, other aspects such as individual agency can 
support participation. The selection of teachers for participation in online moderation needs 
to be a considered decision, rather than one based simply on involvement in school-based 
assessment.  
Identifying as a professional within the practice 
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Teachers stated in interviews that they entered the online moderation meetings with a 
trust that they were working with professionals who shared their concerns and their desire to 
best support their students. When supported through the practices that evolved and were 
adopted in the meeting, this trust in a perception of professionalism acted to facilitate the 
development of shared meaning. Meyerson, Weick and Kramer (1996) describe meetings as 
instances where participants gather within a finite time span with an established and clear 
purpose or goal that requires high levels of organisation and collaborative effort to solve quite 
complex tasks. Such temporary groups, in a sense, import trust so that goals may be achieved, 
and a concern of unfamiliarity with other participants is managed. Highlighted in this 
literature is the vulnerability of participants. What appears to be significant in such a system 
is the shift from trusting a person, to trusting the role that the person holds.  
The following analysis now focuses on one participant’s self-identification as a 
professional to illustrate how this positioned her within the online moderation and supported 
her interactions with the other participants. Michelle identified herself in a follow-up 
interview as being ‘fairly good at conversing with people I don't know’, and stated her 
confidence in this social setting as being ‘just part of me’. This positioning was also based on 
her belief that building relationships was necessary to perform effectively in a moderation 
meeting that required exposure of personal judgements and resultant feelings of vulnerability.  
Michelle’s belief in the importance of building relationships regulated her actions in 
the online meeting. Her history of interaction in face-to-face moderation meetings supported 
her understanding of how to participate effectively in an online moderation meeting. Her 
belief in the importance of building relationships in such a context appears to have been 
developed to overcome the debilitating effect of ‘being vulnerable’, as this was intensified for 
her in the online context. Michelle’s comment highlights her perception of judgements being 
personal as well as professional. When judgements are perceived as personal then the 
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building of a relationship takes on an even greater significance. Professional judgements 
imply an objective decision based on the qualities observable in an assessment task, which 
can be reasonably defended through evidence. Michelle’s use of the words ‘personal’, 
‘opening yourself up’, and ‘vulnerable’ imply a connection to self identity through the 
moderation process. By positioning participants beyond the local context, the online 
moderation exposes them to a diverse set of views. If navigated successfully, the connectivity 
of the online moderation offers an opportunity to develop an identity as an assessor beyond 
that achieved in the local context. 
Acknowledging this connection to self-identity in the online moderation process, 
teachers need to swiftly develop ways of working together harmoniously to promote the 
development of shared meaning. As Michelle (Post-moderation interview, 2008) stated, ‘Not 
having that sort of [personal] relationship with the people online can maybe inhibit you from 
saying as much as maybe you would in the usual situation’. Implications for policy and 
procedures from these observations focus on ensuring that teachers are literate in the 
processes of standards-based assessment systems that involve professional judgements based 
on observable evidence rather than judgements being attached to the assessor.  
The vulnerability that teachers felt working in this new environment was evident in 
the initial stages of the online meeting in which Michelle was involved as she hesitantly 
queried the judgement decision on one work sample from another school. The following 
extract is taken from this part of the discussion which occurred two minutes into the 
moderation meeting: 
I think…we also need to look at… the rest of the task. I think you’re right. I just 
wonder…what impact that should have on the marking… Actually, I mean, I’m not being, you 
know, judgemental of it or anything, I just wonder, some teachers, I think, their judgements 
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would be heavily um, ahh, altered by those, those slight miscalculations there. (Michelle, 
Online moderation meeting, 2008) 
In this interaction, Michelle used many pauses, fillers (um, ahh), qualifiers (you know) and 
repetition (those, those) when stating her knowledge in an unknown social context. Later (one 
hour and twelve minutes) in the meeting, the hesitancy in which this statement was spoken 
was replaced by a more fluent and seemingly confident critiquing of samples.  
I think what confuses me is just how bizarre that answer is, that’s all. That line across to 87. I 
can’t see any connection. (Michelle, Online moderation meeting, Year 6 Mathematics, 2008) 
In this extract Michelle is no longer justifying her query. Her concerns are clearly and 
concisely stated. The shift in tenor in this later response may in part be explained by the 
confidence that she has gained in the meeting through the shared practices that had evolved 
and the shared meanings that the teachers were developing. Michelle’s confidence was 
enhanced as she worked with teachers who were from different sectors of education.  
They're not teachers that I usually would have relationships with, so I guess from a confidence 
point of view, it [the online moderation meeting] helped build my personal assessing 
confidence, because I was able to be encouraged I guess, that yes, I was along the same lines 
as them [the other teachers involved in the meeting]. We might come from different sectors 
within the education system, but I think our passion and our purpose is still the same, and that 
is to do our best for our students, so it was really good to be able to be encouraged by that fact 
that they were on a similar page as far as my judgements go, or even in situations when we did 
differ, I found it very helpful to be able to just talk through that. I guess because we're 
professionals, we can do that and not argue over it but talk it through and change our 
judgements if we feel that that's the way we should go, and I think we did that a couple of 
times when we did the online moderation. (Michelle, Follow-up interview, 2009)  
In this discussion, Michelle has highlighted some salient issues regarding identity formation 
facilitated by the online moderation. She makes the connection between the confidence that 
she gained as an assessor, and the anonymity of her fellow moderators. Her confidence as an 
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assessor was supported as she identified in the other teachers a similar ‘passion’ and 
‘purpose’ to her own. Further, many of their judgements of the quality of the assessed work 
were similar. Because she does not have a relationship with these other participants, she was 
encouraged when they reached agreement of a standard and when her judgements were 
verified. When differences in their opinions occurred, their sense of being professionals 
enabled them to negotiate those differences and arrive at a shared understanding and 
agreement of a standard. The sense of belonging to a body of professionals is strengthened in 
such cases where a teacher’s identity (as an assessor) receives confirmation. Michelle makes 
the connection between her local context and the broader group of teachers through the 
passion and professionalism that she believes all teachers share. Michelle’s positioning of 
herself as a professional amongst other professionals has been supported through her 
participation in the online moderation.  
But professional identity can act as a constraint when teachers are faced with queries 
regarding their judgement decisions. Often the teachers’ first reaction, as observed or self-
identified, is to defend their decision and thereby protect their professional status. For 
example, in the post-moderation interview, Michelle discussed her reaction to being queried 
about one of her judgements in the online meeting.  
One of the other girls made a comment that...brought in sort of a different aspect of it [the 
judgement decision], and made me think. And at first, my initial gut reaction was I’m wrong 
and I didn’t like that, but, you know, I guess I had to sort of swallow that down, and say, ok 
well let's look at it from someone else's point of view, and listen to what she said. (Michelle, 
Follow-up interview, 2008)  
Michelle’s position in her school as Curriculum Coordinator has meant that she has been 
regarded as the authority in discussions regarding standards. She has facilitated moderation 
meetings with her staff and in this process, has shared her interpretation of the standards and 
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how to interpret evidence in relation to the construct being assessed. The anonymity of the 
online moderation placed Michelle in a position where her views were challenged and she 
needed to draw on her identity as a professional, as one who can actively consider another’s 
perspective and then evaluate this within and against her own understandings, to reach a new 
understanding of judgement making in a standards-based assessment system. While most 
participants involved in the online moderation meetings considered the inability to view other 
participants as a disadvantage of this form of meeting, when viewed through a concept of 
narrative identity, it may also be considered advantageous. Assumptions about the capability 
of participants to perform as assessors (and educational professionals) could not be based on 
a narrative of appearance (how participants looked or dressed), or in most instances of 
positions of authority. Michelle highlighted this issue in terms of her position as Primary 
Curriculum Coordinator within her school. 
Because of the position I have in the school as the Curriculum Coordinator, I tend to have 
‘yes’ people around me...So rather than have a good discussion, they'll just say, ‘Well what do 
you think?’ ...So it was good for me to have a conversation with someone who wasn't affected 
by my role, or position, or who I am, or didn't care what I looked like, or whatever. It was 
good to, you know, feel free to disagree or, you know, question, without fear of being 
reprimanded for it, or whatever. (Michelle, Follow-up interview, 2009) 
In the online meeting, Michelle was able to participate as a ‘teacher’, not as Primary 
Curriculum Coordinator, thus freeing her of this positional identity. The space that this 
created enabled Michelle to examine her own practice as the other teachers who were not a 
part of Michelle’s authoritative or local context, freely queried and negotiated practice with 
her. Anonymity in online moderation can facilitate practice and the development of an 
identity within this practice by providing a space for teachers to share their understandings 
and take risks as a member of a body of professionals but without the hierarchy and power of 
position. 
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For the teachers involved in the online moderation meetings, their actions and 
reactions, including the language they used, is bound by their narrative identity that includes 
the narrative of being a teacher, a professional, a moderator and an assessor of students’ 
work. For some, just being a teacher was enough to establish this initial sense of collegiality, 
as Dianna stated; ‘Well we're all teachers so it doesn't matter, really, who we work for, we all 
need to be doing the same thing’ (Follow-up interview, 2009). In the online meetings, the 
teachers’ sense of professionalism influenced their actions and interactions in the meeting. 
Furthermore, the anonymity of the online moderation provided a space that freed teachers of 
their positional identities that may act to constrain their interactions in face-to-face meetings.  
Identifying as a Type of Assessor 
Participation in online moderation can be conceived as a new cultural system for 
teachers which required them to select and enact aspects of the multiple identities involved in 
related historical practices. These histories may include, but are not limited to, the teachers’ 
involvement in face-to-face moderation meetings, their teaching practice, their knowledge of 
year level curriculum, their assessment practices, their understanding of the teaching/learning 
process, their other professional activities, their involvement with communication 
technologies, their understanding of professional relations, and their skill as a communicator. 
Success or lack of success in any of these systems acted to position the teachers as they 
approached the new experience of online moderation. When confronted with conflicting 
judgements in the online meeting, teachers often resorted to their established assessment 
identity.  
A teacher’s identity as a particular type of assessor, for example, as a hard or easy 
marker of student work was confronted in the online moderation by the meanings and 
interpretations of others outside of their local cultural context. In this extract from a Year 4 
Mathematics online moderation meeting, Emma is discussing a student’s response to a 
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calculator question. The student has correctly written the operation on paper but has 
incorrectly written the units as they would be entered into a calculator (50c should be entered 
as 0.5 in the operation). Emma states that in writing the equation, the student has even 
included the dollar sign which would not be keyed into the calculator. In stating this, Emma 
narrates herself as being ‘nit picky’, thereby justifying awarding this response as a B standard 
and not an A standard. At this point in the conversation, if others disagree with her, it could 
be assumed that her identity as narrated has justified her decision. Yet Rachel states that she 
also awarded a B standard for that criterion. Now Emma can either share her narrated identity 
with Rachel (we are both hard, ‘nit picky’ assessors), or she can change the positioning of her 
identity as a ‘nit picky’ assessor, to being a fair marker who shares an understanding of a 
standard with other teachers in different sectors of the state (albeit only one other teacher at 
this stage, although neither of the other two teachers involved in this discussion have 
disagreed with this decision). 
Emma:  ,,, question 6 is one that I was not too sure on because of the calculator. He's got it 
all correct, he's got all the correct values but he's put plus 50 cents, plus 50 cents. And if I was 
to type that into the calculator I'd get 134, not 35. So he's accurately listed the coins and 
recorded the coins and notes with the correct units but he hasn't used an appropriate calculator 
strategy... And it says, show which buttons you would press on the calculator. And I mean, 
even the fact that the dollar signs are in there, you can't really press those into the calculator. 
So I did, I know that's being a bit nit picky but yeah, I didn't think that he got that one. And he 
chose an appropriate souvenir and matched the two amounts. So I've given him a B overall for 
that. 
Rachel: Yeah, I did too. I gave him a B. (Online moderation meeting, Year 4 Mathematics, 
2007)  
As this meeting progressed, Emma and Rachel continued to agree on their judgement 
decisions, consolidating the recognition that they shared an understanding of a standard. A 
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problem occurred for the teachers when later in this same meeting, the teachers’ judgements 
differed with Rachel awarding a higher standard for a criterion than Emma. In contrast to the 
previous example, Emma is no longer being ‘nit picky’ but questions whether she has been 
too ‘harsh’ in her marking. Rachel questions whether she has been too ‘generous’. The 
teachers appear to be trying to align their judgements and their interpretations of the 
standards with each other. They are now forced to reconcile their identities as comparable 
markers to having a different understanding of the standards on this occasion. The teachers 
look for an excuse based on their narrated identity, that is ‘I was very generous’ and so must 
have marked ‘in a hurry’ (and overlooked some significant information that you saw), or ‘I 
was a bit harsh’.  
Further illustration of this form of narration is evidenced in other meetings. For 
example, in the Year 6 Science online moderation meeting, the teachers discussed whether a 
work sample should be graded as a B or a C, given that the individual criteria had been 
judged at an A, a D, two Bs and a C. Three of the four teachers involved in the meeting 
agreed that the overall standard should be a B. The teacher (Lindy) who was inclined to judge 
the work at a high C standard justified this decision with her statement that she is a ‘tough’ 
marker. In the discussion that followed this statement, Grace critiqued this stance using her 
understanding of standards-based assessment which included the non-existence of 
graduations within a standard, and the unsoundness of including knowledge extraneous to the 
standards. Through this reasoning Grace identified the inadequacies of Lindy’s judgement 
making process and led Lindy towards considering the evidence in the task to support her 
judgement decision. In these cases, it was often an identity that justified a mark, not a 
standard, and not the matching of evidence to a standard.  
Such discussions supported teachers to question their judgement decisions and their 
own standpoints, and to realise the tacit beliefs influencing these decisions. The online 
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moderation provided teachers with a broader field in which to compare, and perhaps to 
reassess their identity as an assessor. Importantly, in a system of standards-based assessment, 
which requires that teachers match evidence to a standard descriptor, an identity such as a 
‘hard marker’ should not be relevant, but it often takes involvement beyond the local context 
to have these identities questioned. 
Implications for policy 
Implications for policy and practice that can be inferred from the findings of this 
study must first be positioned within the larger context of teachers developing an identity in 
the practice of standards-based assessment. The online moderation meeting is placed as 
significant by enabling discussions with others outside of the local context. However, this 
meeting is a one-off experience and it is important not to over extrapolate on the findings. 
Teachers are involved in many experiences that combine in complementary, but at times 
opposing ways to inform a practice.  
Highlighted in the discussion has been the connectivity enhanced through the online 
context, and the way teachers positioned themselves within this context. For example, the 
initial informal conversations are acknowledged as a legitimate part of establishing identity as 
teachers narrated and positioned themselves as professionals. Opportunities to learn through 
the moderation discussions were then supported when teachers were open to different 
interpretations of judgement decisions related to a standard. It is evident that moderation 
when conducted online requires protocols and principles that support a way of working while 
acknowledging the contributing influence of the online context.   
This discussion has highlighted the importance of understanding identity within 
historic notions of professionalism and assessment, and how these understandings may 
impact on teachers’ participation within new policy contexts. Programs and processes that are 
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put in place to support teachers to develop new conceptualisations and new ways of working 
need to take into account the many factors that influence the meanings teachers may attach to 
new practices, and work to support teachers from the positions they enter the practice. For 
example, teachers new to the profession may find that the online context does not support 
their developing identity as an assessor. These teachers may benefit far greater by working 
face-to-face with a mentor within the local context. On the other hand, the online moderation 
meeting provided a challenging context where positional identities of power had little 
bearing, and teachers’ skills in negotiation were promoted. Decisions regarding who 
participates in online moderation need to take into account factors such as the teachers’ 
willingness to deprivatise their practice and learn from this experience through engagement 
with others from diverse areas and sectors of education in a technologic context.  
For some of the teachers the connectivity of the online context enhanced their view of 
themselves as an assessor working in a standards-based system. For this progression to be 
maintained, structures need to be in place to support teachers moving from talk about new 
practice to practice as embodied and enacted. The experience of online moderation needs to 
be valued within the local context as an opportunity to widen the professional practice of all 
teachers in the local context, where negotiating and challenging epistemic views is promoted. 
This would involve teachers sharing their online moderation experience and learning with 
colleagues in the local context. It is this form of professional sharing that will develop 
connections with elements of standards-based assessment practices, and the progression of all 
teachers from novices to experts in this practice. 
Conclusion 
The aim of the moderation meeting is for teachers to reach consensus in the 
interpretation of the standards awarded to samples of student work, and through this process 
develop a common understanding of a standard. Participating in moderation discussions 
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involves teachers in negotiating the meaning of a standard. This requires that participants are 
willing to not only acknowledge new perspectives but to also value their contribution to 
forming a consistent judgement. Findings from this study identified how teachers’ identity as 
an assessor within a standards-based assessment system was affected as they listened to other 
ways of making a judgement and as they negotiated judgement decisions with others outside 
of their local context. This discussion has shown how a shared understanding of a standard 
can develop for teachers that is, quite often, a new way of understanding a standard, and a 
new identity of oneself within the practice. Importantly, the discussion has described how this 
understanding is enhanced when teachers are confronted with understandings beyond their 
local context, given the connectivity that an online mode facilitates. 
The discussion has been based on the understanding that actions occur within the 
influence of a multitude of semiotic systems. Rather than being visualised as the result of a 
linear and logical thought process, actions are considered as occurring within quite messy and 
complex systems. The online moderation meeting acts as a mediating device between the 
policy as intended and the enacted practice of standards-based assessment as shared meanings 
of the standards are developed throughout educational jurisdictions. The online moderation 
meeting can be one avenue to support the development of a professional identity in the 
practice of standards-based assessment across diverse areas and dispersed populations.  
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